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Key Participants in the Project 
Participant       Role               Gender Expression       Participating Space 
Jessica             Student                        F                      Afterschool YPAR 2018-2020 
 
Mia                  Student                        F                     Afterschool YPAR 2018-2020 
 
Lisa                 Student                        F                      Afterschool YPAR 2018-2020 
 
Andrea            Student                        F                      Afterschool YPAR 2018-2020 
 
Gabriela          Student                        F                      Afterschool YPAR 2019-2020 
 
Dereck            Student                        M                     Afterschool YPAR 2019-2020   
 
Joseph             Student                        M                     ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Sofia               Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Isabella           Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Ben                 Student                         M                     ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Stacey             Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Luis                 Student                         M                    ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Victoria           Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Kelly               Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
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Juliana            Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Daniela           Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Maria              Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Samantha        Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Adrian             Student                        M                     ES Classroom 2019-2020 
                                                                              
Gabriel            Student                        M                     ES Classroom 2019-2020 
 
Shawn             Student                        M                     ES Classroom 2019-2020 
 
Thomas           Researcher/                 M                    All sites 2017-2020  
                        Participant  
  
Danielle          Director of Ethnic        F                     ES Teacher 2019-2020 
                        Studies /Teacher                         
 












































































































































































































































































































































































































































































































































































































































































































































































































































































































Key Human Participants in B7 
Participant       Role               Gender Expression       Participating Space 
Joseph             Student                        M                     ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Sofia               Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Isabella           Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Ben                 Student                         M                     ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Stacey             Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Luis                 Student                         M                    ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Victoria           Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Kelly               Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Juliana            Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Daniela           Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Maria              Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Samantha        Student                         F                      ES Classroom 2017-2018 
                                                                                     ES Classroom 2019-2020 
 
Adrian             Student                        M                     ES Classroom 2019-2020 
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Gabriel            Student                        M                     ES Classroom 2019-2020 
 
Shawn             Student                        M                     ES Classroom 2019-2020 
 
 
Thomas           Researcher/                 M                    All sites 2017-2020  
                        Participant  
  
Danielle          Director of Ethnic        F                     ES Teacher 2019-2020 

















































































































































































































Student Freedom Dreams 
“My hope is to spread positivity in the world and in my community” 
 
“I hope for endless possibilities for young folx in Vantage” 
 
“My hope is for all of the students in this class to overcome any obstacle to become their 
best selves.” 
 
“My hope for education in Vantage is that students who become teachers will come back 
and teach in Vantage, so that they can bring their cultural and community knowledge to 
help future students.” 
 
“My hope for education in Vantage is teachers of color” 
 
“My hope is that my future children aren’t taught to be blind to important issues” 
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“My hope is for Ethnic Studies to be welcomed in the public school system.” 
 
“My hope for my community is for everyone to be equal, no matter who you are or 
where you are from.” 
 
“My hope for education in Vantage is to help people to see what we see in an Ethnic 
Studies class.” 
 
“My hope is a Vantage that is revitalized using innovation and centering community 
cultural wealth – in order to provide jobs, housing, and education while sustaining and 
growing culture.” 
 
“My hope for my family is trust and healing…” 
 
“My hope is that families in Vantage learn along with their children, so they can also 
name what’s gong on in our communities.” 
 
“I hope for a Vantage where we help each other when we are in need.” 
 
“My hope is for students to feel free to speak up and not be judged in their classes.” 
 
“My hope for education is that there is movement and we don’t have to be stuck in 
desks.” 
 
“My hope for Ethnic Studies in Vantage is that it expands to more than just a class we 











































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































Key Participants in the Afterschool Project 
Participant       Role                           Sex                  Participating Space 
Jessica             Youth/Researcher        F                      Afterschool YPAR 2018-2020 
 
Mia                  Youth/Researcher        F                     Afterschool YPAR 2018-2020 
 
Lisa                 Youth/Researcher        F                      Afterschool YPAR 2018-2020 
 
Andrea            Youth/Researcher        F                      Afterschool YPAR 2018-2020 
 
Gabriela          Youth/Researcher        F                      Afterschool YPAR 2019-2020 
 
Dereck            Youth/Researcher        M                     Afterschool YPAR 2019-2020   
 
Thomas           Researcher/                 M                    All sites 2017-2020  
                        Participant  
 
Nonhuman     Participants                   -                       School; Pizza; Paper; Desks;  
Agents 
	
	 Together,	we	created	a	space	that	emphasized	democratic	participation	and	
centered	youth	voice.	Our	space	was	similar	to	Akom,	Ginwright,	and	Cammarota’s	
(2008)	notion	of	a	Youthtopia,	as	youth	depended	upon	each	other’s	knowledge,	
experiences,	and	perspectives	to	challenge	social	inequality.	We	chose	to	meet	every	
Monday	for	one	hour.	During	our	first	two	meetings,	we	talked	about	what	we	
wanted	from	the	space	and	how	we	might	work	together.	We	arrived	at	a	project	
that	centered	YPAR.	Rather	than	other	intergenerational	collaborations	we	focused	
on	what	the	youth	wanted.		
YPAR,	according	to	Jessica,	was	a	“way	to	find	and	take	on	problems	in	our	
society	with	action.”	Mia	noted	that	YPAR	“is	a	group	of	young	people	coming	
together	to	solve	issues	within	our	community.	It	is	connecting	with	people	and	with	
their	experiences.”	For	Lisa,	YPAR	offered	a	place	to	build	a	platform.	Building	upon	
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this	notion	of	action,	community,	and	a	platform,	Andrea	stated,	“YPAR…sort	of	
brings	the	community	together	and	the	community	figures	out	what’s	wrong	and	
what	they	need	to	fix,	how	to	make	things	better.”	Mia	asserted,	“we	do	the	work	
that	we	do	because	we	care	and	we’re	the	ones	that	have	to	live	in	the	world	we	
create.”	This	youth	endeavor	was	meant	to	be	a	space	where	students	could	
freedom	dream,	talk	openly	about	whatever	they	liked,	and	develop	a	project	they	
desired.		
The	youth	decided	that	as	the	adult	I	would	play	a	role	in	the	endeavor	and	
we	worked	out	how	I	might	best	serve	the	community.	My	role	included	pizza	
delivery,	note	taking,	and	bringing	the	co-created	agenda	to	each	meeting.	At	the	
end	of	each	meeting,	we	created	an	agenda	for	the	next	gathering.	The	youth	also	
used	me	as	a	support	for	developing	tools	to	engage	with	their	work.	I	supported	
them	in	the	areas	of	research	question	generation,	methodologies,	and	coding.	
Taking	a	critical	approach	and	centering	Ethnic	Studies,	they	created	a	project	that	
explored	Ethnic	Studies	within	their	high	school.	This	project	was	a	qualitative	
endeavor	and	the	youth	created	surveys	and	interviews	for	both	students	and	
teachers.	The	students’	aimed	to	better	understand	how	students	and	teachers	
experienced	Ethnic	Studies,	and	what	could	be	done	to	enhance	the	curriculum,	
learning	experiences,	and	Ethnic	Studies	community.		
	
Student	Experience	with	Schooling	Outside	of	the	YPAR	Project	
	 Like	the	students	in	B7,	the	youth	in	the	afterschool	project	talked	about	how	
schooling	negatively	affected	their	ways	of	knowing	and	being.	To	better	understand	
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the	experiences	of	the	youth,	I	put	their	cognitive	maps	in	conversation	with	their	
interviews.	The	usage	of	these	cognitive	maps	was	an	agential	cut	aimed	to	add	
various	modes	of	intra-action.	Moving	past	traditional	discourse,	cognitive	maps	
privilege	images	(Krueger-Henney,	2019;	Ruglis,	2011).	The	cognitive	maps	that	I	
utilized	pulled	together	X-ray	maps	that	Ruglis	(2011)	utilized	and	Krueger-
Henney’s	(2019)	critical	body	mapping.	However,	my	maps	were	more	aligned	with	
Krueger-Henney’s	(2019)	in	that	they	“make	visible	some	of	the	visceral	–	real	and	
imagined	impacts”	of	practices	of	schooling	(p.	432).	The	afterschool	YPAR	students	
were	provided	a	prompt	asking	them	how	schooling	effected	their	minds	and	
bodies.	The	students	took	roughly	20	minutes	to	draw	their	visual	depictions	and	
provided	an	artist	statement	articulating	what	their	drawings	meant	to	them.	I	was	
only	able	to	collect	four	of	the	six	cognitive	maps	and	interviews	due	to	COVID-19.	
	 Mia	created	an	image	of	a	young	girl	with	frazzled	hair	and	teeth	grinding.	
Within	this	girl’s	head	was	a	smaller	girl	curled	up	alone.	Mia’s	artistic	description	
noted	how	schooling	made	her	feel	alone	and	stressed,	which	often	physically	
manifested	in	her	teeth	chattering.	Lisa’s	map	had	similar	sentiments	of	being	alone,	
as	there	was	one	girl	(Lisa)	off	in	a	corner	as	other	students	were	talking	amongst	
themselves	about	Lisa.	The	students	stated,	“look	at	her,”	“do	you	see	her	face,”	“do	
you	see	her	fit.”	Surrounding	Lisa’s	head	were	three	words:	depression,	insecure,	
and	anxiety.	Like	Mia,	Lisa	noted	how	schooling,	and	the	other	students	in	the	
school,	impacted	her	emotional	state,	as	she	frequently	felt	depressed,	insecure,	and	
anxious.	She	also	spoke	about	how	this	was	related	to	gender	issues	and	sexism	
within	the	school.		
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	 Jessica	and	Andrea	both	drew	maps	that	were	more	politically	oriented.	
Jessica	drew	a	picture	of	a	student	in	chains	with	a	hand	pushing	the	head	down.	
The	student	had	tears	running	down	their	face.	Beside	the	student	was	a	picture	of	
the	globe	with	an	X	through	it.	There	was	also	an	empty	space	where	the	brain	was	
meant	to	be,	but	instead	of	the	brain	there	were	the	words	“know	little	to	nothing.”	
Jessica’s	artist	statement	stated,	“schooling	makes	you	think	you	are	small	and	have	
nothing	in	your	mind.	Schooling	pushes	you	down	and	holds	you	back.	It	[schooling]	
lacks	real	world	application.”	Here,	Jessica	alludes	to	the	oppressive	apparatuses	of	
hierarchical	relations	(e.g.,	“small”	and	“pushes	you	down	and	holds	you	back”),	and	
curriculum	that	provides	the	youth	with	little	to	no	real	world	critical	application.	
This	speaks	both	to	the	ontological	and	epistemological	components	of	agential	
schooling	as	it	operates	both	on	the	mind	and	body.		
Andrea’s	image	was	a	book’s	table	of	contents.	The	book	was	titled	School,	
and	the	table	of	contents	included:	“Sexist	dress	code,”	“Broken	rules,”	“How	to	
change	your	entire	sleeping	schedule,	Got	Anxiety?	Too	bad,”	and	“Got	depression?	
Too	bad.”	Like	Lisa,	gender	and	sexism	played	a	role	in	Andrea’s	picture	as	she	
noted	the	lopsided	and	sexist	dress	code	of	the	school.	She	also	noted	how	the	
school	was	built	upon	broken	rules.	She	then	moved	to	illustrate	how	schooling	
operated	upon	her	body	by	noting	how	school	dehumanized	students.	First,	the	
school	day	starting	so	early	and	all	of	the	other	school	commitments	(homework,	
student	organizations,	etc.)	hindered	her	ability	to	get	adequate	sleep.	She	also	
noted	how	schooling	caused	her	to	have	both	anxiety	and	depression,	and	how	there	
was	no	room	to	talk	about	these	issues	within	school.		
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By	reading	these	body	maps	through	one	another	they	demonstrate	some	of	
the	dehumanizing	effects	of	agential	schooling.	The	students	emphasized	how	
schooling	produced	stress,	anxiety,	and	feelings	of	depression.	These	feelings	
emerged	from	a	variety	of	experiences.	Lisa	indicated	issues	of	bullying,	Jessica’s	
work	spoke	to	the	oppressive	teaching	practices	and	lack	of	criticality,	while	Andrea	
noted	problematic	policies	and	young	people’s	voices	not	being	taken	into	
consideration.		
The	students	expanded	upon	their	experiences	with	schooling	during	their	
individual	interviews.	Jessica	noted	how	the	teaching	practices	and	curriculum	were	
apolitical;	“they	[teachers]	are	just	making	us	remember	things	that	won’t	mean	
anything	in	the	future.”	Mia	expanded	upon	this	by	noting	“student’s	shouldn’t	sit	in	
a	room	and	be	told	things…in	order	to	comprehend	something,	you	should	be	able	
to	give	feedback	and	ask	questions	and	add	your	own	thoughts.”	Or,	as	Andrea	
stated,	“you	just	sit	there	and	they	just	teach	you,	that’s	not	really	learning,	that’s	
memorizing.”	Mia	noted	how	schooling	is	prescriptive,	“you	do	the	same	thing,	you	
sit	down,	you	get	talked	to	not	with.”	Building	upon	notions	of	prescription,	Lisa	
stated,	“in	regular	classes	we	have	to	follow	this	standard…we	have	to	do	things	in	
one	specific	way.	We	can’t	do	it	our	way,	which	messes	up	my	creativity	and	how	I	
want	to	express	myself.”	Andrea	noted	that	this	traditional	schooling	“doesn’t	allow	
us	to	show	our	skills.”	As	Mia	asserted,	“we	have	to	filter	ourselves.”	The	
prescriptive	entanglements,	apolitical	curriculum,	and	hierarchical	relationships	
embedded	in	teaching/studenting	made	these	students	feel	isolated,	alone,	angry,	
and	dehumanized.	The	apparatuses	of	schooling,	be	it	the	curriculum,	policies,	
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hierarchical	relationships,	adultism,	prescriptive	entanglements,	surveillance	
(internal	and	external),	or	disciplining	of	bodies	(internal	and	external)	negatively	
impacted	the	students’	ways	of	knowing	and	being.		
Each	of	the	students	spoke	about	the	prescriptive	curriculum,	desks,	and	
other	nonhuman	agents	in	the	school.	However,	Mia	was	the	only	student	to	speak	
to	the	school	as	an	agent.	She	remarked:		
Everyone	is	unstable	in	this	building	because	of	this	building…The	paint	is	
bland.	The	lights	are	too	bright.	I	have	to	sit	in	the	desks	in	a	certain	way,	and	
be	a	certain	way,	they	are	uncomfortable.	You	get	graded	for	everything.	
There	are	cameras	not	only	outside	of	the	building,	but	inside	of	it	surveilling	
our	every	moment.	There	is	a	cop	with	a	gun	and	a	vest,	how	would	that	
make	you	feel?	There	is	just	bad	energy	here.	It	makes	me	feel	and	be	a	
certain	way.	
	
Mia	eloquently	spoke	to	many	of	the	nonhuman	agents	operating	within	the	
schooling	space.	Her	words	echo	those	of	Danielle’s	about	how	the	school	makes	
them	both	feel	a	certain	type	of	way,	a	bad	energy,	a	type	of	haunting	(Gordon,	
2008).	Mia	situated	the	school	as	an	agent	as	she	asserted	that	the	school	building	
was	the	one	making	everyone	unstable.	She	noted	how	the	various	agents,	the	paint,	
lights,	desks,	grades,	cameras,	the	cop,	the	vest,	the	gun,	and	energy	of	the	building	
affected	her	ways	of	knowing	and	being,	which	often	dehumanized	her	and	made	
her	feel	anxious,	uncomfortable,	and	not	herself.	These	nonhuman	agents	animated,	
held	a	sense	of	thing-power	(Bennett,	2010),	and	worked	in	service	of	agential	
schooling.	The	students’	experiences	evoked	something	within	me.	My	schooling	
experience	was	saturated	with	feeling	anxious,	unheard,	and	depersonalized.	I	was	
entangled	with	the	youth,	their	emotions,	and	the	dominating	onto-epistemology	of	
schooling,	
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Schooling	Lines	of	Flight:	Schooling	in	YPAR	
	 While	YPAR	spaces	are	meant	to	be	democratic	and	counter/anti-hegemonic,	
schooling,	as	an	agent,	can	shift,	morph,	and	appear	in	such	endeavors.	The	
afterschool	project	at	Vantage	was	not	immune	to	schooling.	The	following	section	
demonstrates	how	agential	schooling	appeared	in	a	critical	democratic	anti-
schooling	YPAR	space.	As	these	intra-actions	illustrate,	YPAR	spaces	are	not	always	
liberatory,	but	also	can	be	constrained	by,	buttress,	and	reproduce	schooling.				
	 As	has	been	noted,	schooling	is	an	agent,	and	shifts	as	it	is	challenged.	
Curriculum,	hierarchical	relationships,	adultism,	prescriptive	entanglements,	
discipline/surveillance/punishment,	and	policies	are	apparatuses	of	schooling,	
buttressing	its	agency.	Within	our	project	there	was	a	continual	battle	within	me,	
within	the	students,	and	in	our	intra-actions.	As	many	of	the	students	noted,	
schooling	and	hierarchical	teaching	was	mostly	what	they	had	known	when	it	came	
to	adult-youth	learning	relationships.		
	 The	students	often	had	me	lead	the	meetings	as	the	note	taker	and	secretary	
of	the	project.	I	provided	a	weekly	update	of	what	we	had	done	the	week	before	and	
what	we	aimed	to	do	in	the	future.	This	position	often	felt	like	walking	a	fine	line	
between	keeping	a	living	memory	of	our	work	and	that	of	an	adult	classroom	
facilitator.	I	often	had	to	step	back	and	not	jump	into	leading	the	project.	Within	
myself,	I	had	to	push	back	against	my	teacher	training	and	trained	biases	that	as	an	
adult	I	should	be	running	the	activities	to	make	them	as	‘efficient’	as	possible.	The	
youth,	at	times,	would	defer	back	to	me.	This	was	similar	to	Danielle’s	classroom.	
The	students	would	ask	me	“well	what	do	you	think?,	and	“how	does	this	sound	to	
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you?”	This	happened	quite	often	with	Dereck,	as	he	was	a	new	addition	to	the	YPAR	
endeavor	and	often	sought	my	validation.	He	would	talk	to	the	group	and	then	finish	
his	statements	looking	to	me	saying,	“right?”	There	were	moments	where	the	youth	
sought	my	authentic	response	and	others	where	they	were	deferring	to	me	as	an	
adult,	seeking	approval.	We	had	to	tease	this	out	over	many	dialogues.	We	had	to	
consciously	push	back	against	these	schooling	processes.	It	came	to	a	point	where	I	
would	often	retort	with,	“well	what	do	you	think	about	it?	Tell	me	more	about	your	
train	of	thought	and	what	we	are	doing	here.”	These	were	some	of	the	lines	of	flight	
that	we	constantly	had	to	check	ourselves	on,	and	push	against	schooling.		
	 One	prime	example	of	us	pushing	against	schooling	and	challenging	adultism	
surrounded	our	protocol	for	bringing	in	a	new	project	member.	Initially,	as	a	team	
talked	about	how/if	we	wanted	to	expand	the	project	and	the	students	chose	to	do	
so.	I	asked	the	team,	“how	do	you	want	to	go	about	bringing	in	new	members?	Last	
year	we	interviewed	you	all,	do	you	all	want	to	do	that	again?”	Without	much	
dialogue,	the	students	made	a	quick	decision	and	they	all	stated,	yes,	lets	do	that	
again.	We	spent	the	rest	of	that	day	creating	potential	interview	questions.	Upon	
returning	to	the	team	the	next	week,	I	provided	the	weekly	summary	of	what	we	
had	done	and	their	stated	next	goal.	As	soon	as	I	finished	the	summary	Mia	stated,	
“why	are	we	doing	the	interviews	again,	those	are	boring,	forget	that,	let’s	do	
something	else.”	The	students	took	a	moment	and	they	collectively	agreed	that	the	
interviews	“sucked.”	They	then	went	about	creating	“a	day	in	the	life”	of	our	YPAR	
project	where	they	would	have	the	interviewee’s	spend	a	session	working	with	us.	
In	this	moment,	the	onto-epistemology	of	doing	collective	democratic	work	
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encouraged	Mia	to	challenge	the	traditional	hierarchy	of	schooling	and	adultism.	
When	I	talked	to	Mia	about	this	situation	we	both	agreed	that	it	felt	different	than	
traditional	schooling.	Mia	challenged	the	adult	framework	we	had	used	the	year	
before	and	really	pushed	back	against	what	adults	had	created,	and	did	so	without	a	
fear	of	repercussion.	She	stated,	“The	interviews	sucked	and	we	needed	something	
better.”	She	went	on	to	note	that	she	wasn’t	afraid	of	me	getting	upset	since	we	were	
a	team.	I	was	not	her	teacher	but	her	collaborator.	However,	there	were	many	other	
moments,	and	lines	of	flight,	where	we	would	revert	to	schooling	that	emulated	
teacher-student	relationships,	instances	where	we	produced	hierarchy	and	
adultism.	We	had	to	consistently	push	back	against	these	apparatuses	as	schooling’s	
onto-epistemology	constantly	shifted,	morphed,	and	re-appeared	in	our	intra-
actions.		
	 There	were	other	lines	of	flight	where	we	relied	upon	our	YPAR	method	as	if	
it	were	a	curriculum.	We	knew	that	the	process	we	aimed	for	was	a	nonlinear	
problem-posing	praxis	of	constantly	moving	through	the	various	stages	of	
identifying	a	problem,	analyzing	a	problem,	developing	a	plan	to	address	the	
problem,	implementing	the	plan,	and	then	evaluating	our	action.	(Akom,	2009;	
Freire,	1970).	However,	even	though	we	knew	that	our	process	was	nonlinear,	we	
engaged	with	the	YPAR	process	as	if	it	were	a	curriculum.	Schooling’s	onto-
epistemology	had	such	a	grip	on	our	ways	of	knowing	and	being	that	it	was	hard	to	
move	past.	At	times,	we	had	difficulty	sitting	with	the	uncertainty	of	learning	(Patel,	
2016);	we	leaned	upon	the	process	as	if	it	were	a	prescriptive	curriculum.	We	had	to	
push	against	this	tendency	for	comfort	and	convenience,	and	lean	into	the	unknown.	
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We	had	to	allow	our	sessions	to	end	without	neat	ends.	We	had	to	evade	a	reliance	
on	traditional	classroom	activities	where	we	finished	a	task	or	had	some	sort	of	
mastery	over	a	component	of	our	process	to	feel	a	sense	of	accomplishment.		
A	part	of	this	endeavor	of	fighting	the	onto-epistemology	of	schooling	was	
our	need	to	fight	our	internally	disciplined	bodies	as	students,	researchers,	etc.	As	a	
doctoral	student,	the	schooling	of	higher	education	emphasizes	how	I	need	to	have	
mastery	over	a	subject,	a	skillset,	a	method,	and	some	object	of	study.	I	had	to	put	
this	impulse	at	the	forefront	of	my	mind	and	recognize	that	it	impeded	the	work	of	
our	project.	Not	only	my	academic	training,	but	also	my	training	as	a	teacher	
influenced	my	ways	of	knowing	and	being.	Within	my	training	there	was	a	focus	on	
order,	structure,	prescriptive	sequence,	and	this	would	influence	my	thoughts,	
feelings,	and	actions.	For	example,	during	one	session	I	noticed	that	we	were	
creating	rhizomatic	lines	of	flight,	which	felt	like	a	shoots	and	ladders	game	of	diving	
down	one	rabbit	hole	after	another.	This	initially	gave	me	anxiety	and	I	felt	like	the	
day	was	chaotic,	but	after	taking	a	moment	I	also	recognized	that	learning	happens	
in	such	ways.	Learning	is	chaotic,	rhizomatic	lines	of	flight,	rabbit	holes,	a	constant	
becoming…	This	was	a	difficult	tension,	a	discomfort,	which	Singh	(2018)	reminds	
us,	“in	Derridean	terms,	we	call	discomfort	a	hauntalogical	affect	that	marks	the	
present	with	the	past,	one	that	is	in	no	sense	easy	to	trace”	(p.	152).	Leaning	into	the	
unknown	of	learning	and	embracing	that	anxiety	was	difficult	because	schooling,	for	
so	long,	had	shaped	my	ways	of	knowing	and	being	in	such	ways	that	I	needed	a	
sense	of	mastery,	prescriptive	entanglement,	hierarchy,	and	linearity.			
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Learning	Lines	of	Flight:	When	Learning	and	YPAR	Intervene	in	Schooling	
	 Schools	and	schooling	have	quite	different	onto-epistemologies	than	YPAR	
spaces.	However,	as	has	been	noted,	with	schooling	being	an	agent,	it	shifts,	morphs,	
and	can	re-appear	in	critical	spaces	and	places	like	YPAR.	One	significant	difference	
between	Vantage	and	the	afterschool	YPAR	space	was	the	option	to	participate.	
Within	Vantage,	students	had	no	opportunity	to	opt-out.	Those	who	opted-out,	
resisting	schooling,	were	then	met	with	the	authoritative	arm	of	the	law	by	being	
labeled	delinquent.	Youth	could	come	and	go	as	they	pleased	within	the	YPAR	space.	
We	had	no	forced	structure	of	participation.	As	Gabriela	stated,	“if	you	wanted	to	be	
here,	you	were	here.”	
	 Prior	to	discussing	the	learning	lines	of	flight	within	the	YPAR	space	I	want	to	
discuss	why	it	is	that	the	youth	continued	their	participation.	As	Andrea	succinctly	
stated,	“I’m	interested	in	making	an	impact.”	She	went	on	to	note,	“It’s	important	for	
our	generation	to	speak	out	for	themselves	because	if	you	have	somebody	else	talk	
for	you,	then	they	might	not	interpret	what	you’re	going	through.”	Jessica	followed	
this	up	with	stating	that	having	a	space	the	centered	youth	voice	“gives	us	a	chance	
to	impact	the	world	we	live	in…We	get	to	learn	about	our	world	and	we	get	to	study	
problems	we	face.”	Similar	to	Jessica	and	Andrea,	Lisa	focused	on	voice	and	social	
change,	“we	as	youth	get	to	rise	up	and	share	our	thoughts…Just	because	we’re	kids	
doesn’t	mean	we	can’t	have	our	voices	be	heard	and	do	big	things.”	On	a	more	
personal	level,	Mia	indicated,	“I	joined	because	they	[other	students	and	adults	in	
the	space]	made	me	feel	like	I	was	being	listened	to.”		
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Creating	Community:	Making	Space,	Holding	Space	
	 From	our	first	meeting	and	dialogue	we	focused	on	creating	a	communal	
space	together.	We	recognized	that	we	were	in	the	school,	and	we	spent	time	talking	
about	how	that	affected	us.	However,	even	though	we	were	in	the	school	we	were	in	
an	Ethnic	Studies	classroom,	and	in	a	teacher’s	class	that	they	all	loved.	This	was	
important,	as	the	students	were	more	open	in	this	space	than	they	were	in	the	
hallways	with	me.		
	 I	hosted	a	task	party	with	the	students	to	initially	frame	the	space.	As	a	white	
male	entering	the	afterschool	endeavor	I	knew	that	my	academic	positioning,	race,	
gender,	and	age	played	a	role	in	the	space.	I	emphasized	the	use	of	play	to	build	
connections	and	destabilize	hierarchy.	I	brought	in	a	box	with	several	tasks	(e.g.,	tell	
someone	your	favorite	song	and	why	it	is	important?	Create	a	20	second	dance	
routine	with	someone	else,	create	a	secret	handshake,	etc.).	We	each	pulled	a	
random	task	out	of	the	box,	conducted	the	task,	then	wrote	a	new	task	on	a	sheet	of	
paper	which	we	then	put	in	the	box,	and	pulled	another	task	to	complete.	This	
routine	went	on	for	roughly	twenty	minutes.	The	space,	unlike	many	classrooms	I	
had	been	in,	was	full	of	laughter,	smiles,	and	joy.	At	the	end	of	the	task	party	we	
talked	about	how	we	wanted	to	create	a	space	filled	with	joy.	A	place	where	all	
contributed.	We	wanted	laughter;	we	wanted	community.	We	then	set	out	on	
creating	that	space.		
One	key	aspect	of	creating	this	space	was	generating	our	communal	
communication	style.	The	youth	arrived	at	(1)	spreading	love	(don’t	judge	people),	
(2)	one-mic	(listening	intently	to	what	others	are	saying	and	not	saying),	(3)	speak	
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your	truth,	(4)	step	up,	step	back,	and	to	(5)	be	open	minded	to	all	possibilities.	With	
our	space	being	that	of	a	classroom	there	were	some	initial	issues	around	desks.	The	
desks	felt	formal,	impeding	the	type	of	space	we	wanted	to	create.	They	were	
uncomfortable.	As	Mia	noted,	“they	force	me	to	be	a	type	of	way.”	So	we	had	to	
engage	with	those	agents	and	intra-act	with	them	in	ways	that	we	did	not	in	
traditional	schooling.	For	example,	I	often	sat	on	the	top	of	the	desk	and	put	my	feet	
on	the	seat	while	Jessica	often	sat	on	the	top	of	her	desk	and	would	swing	her	legs	of	
the	front	like	she	were	sitting	on	a	swing.	We	often	put	the	desks	together	to	create	
something	similar	to	a	long	dinner	table.	This	was	intentional.	I	brought	pizza	to	
every	meeting.	I	did	this	because	the	students	wanted	the	pizza,	the	days	were	long,	
and	I	wanted	to	make	sure	everyone	had	something	to	eat.	Also,	in	my	experience,	
some	of	my	greatest	conversations	have	occurred	while	breaking	bread	with	others.	
We	dedicated	the	first	10	to	15	minutes	of	each	session	just	being	present	with	each	
other	and	eating	pizza.	During	this	time	we	talked	about	everything	from	the	things	
that	made	us	happy	that	day,	what	shows	we	watched	the	night	before,	or	the	
occasional	burping	contest	that	Mia	always	won.	These	conversations	were	filled	
with	laughter	and	jokes.		
Our	conversations	did	not	emphasize	expertise,	facts,	or	asserting	knowing,	
but	were	focused	on	coming	to	better	understandings	of	ourselves,	each	other,	and	
the	world	we	were	intra-acting	with.	This	framing	of	how	we	approached	dialogue	
was	a	core	component	to	making	the	communal	space.	We	were	vulnerable	in	our	
listening	and	storying	(Kinloch	&	San	Pedro,	2014).	Leaning	into	community	and	
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being	vulnerable,	as	Mia	indicated,	“we	could	actually	focus	on	the	conversation	and	
focus	on	what	was	being	said	rather	than	pushing	along	ideas.”	She	went	on	to	note:	
It	is	acceptable	to	do	things	where	I’d	get	weird	looks	at	in	school.	I	felt	
comfortable.	The	YPAR	space	makes	me	feel	more	comfortable	for	what	I	
have	to	say	because	we’re	all	moving	towards	the	same	thing.	When	I	step	
into	the	YPAR	space,	each	one	of	us	is	different	and	we	bring	something	
different	to	the	table	and	that	is	okay.	
	
The	community	space	provided	her	the	opportunity	to	express	her	ideas	in	ways	she	
did	not	feel	comfortable	in	school.	Other	youth	also	noted	they	could	be	free	in	the	
afterschool	space.	They	really	emphasized	the	notion	of	spreading	love	and	not	
judging	people.	
	 We	carried	the	dialogic	style	into	all	aspects	of	our	work.	Rather	than	
engaging	with	texts,	handouts,	etc.,	the	bulk	of	our	work	revolved	around	deep	
dialogue.	We	then	put	those	dialogues	in	conversation	with	critical	concepts	learned	
through	their	engagement	with	Ethnic	Studies	and	my	own	with	African	American	
Studies,	theory	(critical	race,	critical	theory,	posthumanism,	etc.),	and	social	justice	
education.	We	also	pushed	back	against	language	norms	within	Vantage.	The	
students	spoke	in	any	way	that	moved	them.	There	was	no	surveilling	of	language	
usage.	All	of	the	students	used	the	word	“filter”	in	relation	to	speaking	in	school.	Mia	
went	further	noting	the	different	expressions,	“Oh	yea,	like	‘this	is	bullshit,	we	need	
to	change	this	now!’	Where	in	school	I	would	have	to	be	like,	‘well	I	don’t	really	like	
this	and	maybe	we	can	do	this’.”	She	went	on	to	state	how	she	could	more	fully	
express	her	emotions	in	our	space.			
In	focusing	on	dialogue	we	did	not	center	texts,	handouts,	etc.	as	these	agents	
often	play	a	role	in	service	of	schooling.	I	made	this	agential	cut	in	an	effort	to	push	
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back	against	schooling	and	the	potential	schoolificaiton	of	YPAR.	Schoolification,	as	
Rubin,	Ayala,	and	Zaal	(2017)	indicated,	is	where	inquiry	and	action	are	
transformed	from	“internally	motivated	holistic	to	a	series	of	graded	assignments”	
(p.	184).	There	was	no	grading,	no	concrete	prescriptive	design	or	intended	
outcome/work	product.	We	had	hopes	for	our	work,	but	we	did	not	have	a	designed	
target/outcome.	For	Lisa,	not	having	grades	or	assignments	was	important	“I	felt	
different	because	we	weren’t	graded…we	weren’t	being	pressured	to	be	like	oh,	we	
have	to	do	this	and	we’ll	get	a	really	good	grade	on	it.”	However,	not	having	grades	
intra-acted	with	Andrea	differently.	Andrea	stated,	“being	graded	kind	of	makes	me	
try	a	little	bit	harder.	Because	it	counts	for	something	and	I	feel	if	I’m	being	graded,	
then	like	they’re	taking	the	time.”	Here,	Andrea	noted	how	grades	were	important	to	
her	as	it	indicated	that	someone	was	taking	the	time	to	look	over	it	to	qualify	and	
quantify	her	success.	However,	she	also	noted	that	she	liked	the	freedom	of	doing	
work	that	had	a	wider	impact	than	schooling.	Schooling,	as	an	agent,	impacts	our	
very	ways	of	being	and	knowing.	It	plays	a	role	in	shaping	our	understanding	of	
what	can	and	cannot	be	considered	learning.	A	prescriptive	entanglement	helped	
Andrea	feel	seen	while	for	Lisa	the	lack	of	prescriptive	processes	made	her	feel	she	
could	more	fully	express	herself.	
Rhizomatic	Lines	of	Flight:	Rabbit	Hole	After	Rabbit	Hole,	Non-Linearity	
	 Just	as	there	is	a	difference	between	schooling	and	YPAR	in	relation	to	opting	
in	or	opting	out,	there	was	a	stark	difference	in	relation	to	timelines.	Each	school	
year	is	a	prescriptive	entanglement	in	relation	to	time	and	promotion.	However,	as	
noted,	this	YPAR	project	spanned	two	years	as	the	group	did	not	feel	finished	at	the	
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end	of	the	first	year.	By	focusing	on	learning,	and	the	unpredictability	of	learning	
(Patel,	2016),	there	was	no	linear	project,	but	rather	flurries	of	rhizomatic	lines	of	
flight,	rabbit	hole	after	rabbit	hole.	As	Mia	noted,	“YPAR	is	spontaneous	and	if	it	
leads	to	a	bigger	issue	then	it	becomes	part	of	the	discussion	and	not	off	track	talk	or	
things	that	aren’t	on	topic	because	in	YPAR,	obviously	not	everything	is	on	topic,	but	
if	you	start	thinking	bigger,	everything	is	on	topic.”	Mia	noted	how	schooling	
conversations	can	often	be	prescriptive	in	that	there	are	on	topic	and	off	topic	
points,	but	in	YPAR	things	that	are	off	topic	become	on	topic.	We	followed	the	flow	
of	the	dialogue,	not	the	prescriptive	topic.	These	ebbs	and	flows	are	not	bound	to	the	
prescriptive	structure	of	traditional	classroom	spaces.	As	Jessica	indicated,	“in	out	of	
school	we	came	up	with	our	own	flow…It	is	more	open	out	of	school	as	there	
weren’t	any	limitations.”	Andrea	succinctly	stated,	“we	could	be	independent	and	
you	could	do	what	you	want	without	getting	penalized	for	it.”	These	statements,	but	
more	specifically	Andrea’s,	speak	to	schooling’s	rigidity	and	surveillance	while	also	
speaking	to	YPAR’s	emphasis	on	flexibility.		
	 In	regards	to	Mia’s	notion	of	things	not	being	on	topic	but	then	becoming	
topic,	there	was	a	day	where	our	conversation	on	television	shows	like	Teen	Wolf,	
Vampire	Diaries,	and	a	few	others	led	to	deep	dialogue	about	sexism	and	misogyny	
at	the	school.	While	dropping	a	piece	of	pizza,	Jessica	started	the	conversation,	“hey	
did	you	see	that	episode	of	Teen	Wolf?”	We	all	laughed,	Jessica’s	enthusiasm	for	
Teen	Wolf	was	infectious	and	humorous.	The	conversation	switched	from	Teen	Wolf	
to	Vampire	Diaries,	to	boys	at	Vantage	High,	to	sexist	language	in	the	school,	to	the	
sexist	dress	code	restricting	women’s	bodies.	This	was	not	a	unique	case,	many	
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conversations	about	instagram	posts,	Facebook,	dying	hair,	food,	etc.	led	to	deeper	
dialogues	around	issues	of	justice	and	inequality.	I	called	this	the	pinball	effect,	as	
we	would	bounce	from	thing	to	thing,	drawing	connections	along	the	way	without	
an	intended	journey,	just	a	wandering	and	wondering,	a	becoming…		
Another	agent	intra-acting	and	playing	a	role	in	our	lines	of	flight	were	our	
emotions	and	their	intra-action	with	the	wider	world	we	were	situated	in.	In	many	
instances,	we	followed	our	emotions,	feeling,	and	bodies,	what	Fernández	(2018)	
noted	as	theory	in	flesh.	There	were	days	where	we	were	angry,	or	as	Mia	might	say,	
“I	am	pissed	off”	about	particular	events	happening	in	the	wider	Vantage	community	
or	things	happening	in	Vantage	High	(e.g.,	the	stop	and	search	proposal,	teacher	
student	intra-actions,	etc.).	On	these	days,	we	did	not	engage	with	the	research	but	
rather	held	space	to	talk	about	what	was	important	and	happening	in	that	moment	
for	those	in	the	room.	Brion-Meisels	and	Alter	(2018)	speak	to	similar	tensions	
within	their	project	in	relation	to	focusing	on	relationships	and	what	is	most	urgent	
in	each	moment.	Schooling’s	prescriptive	ways	of	being	does	not	often	allow	for	this	
type	of	engagement.		
One	day,	mid-way	through	the	year,	I	came	into	the	school	and	the	youth	
were	moving	in	ways	that	felt	different,	something	felt	off.	So	I	just	asked	the	
question,	“How	are	you	all	doing?	You	all	seem	different	today.”	The	students	then	
went	on	to	talk	about	how	a	student	had	died	in	the	community	and	this	death	had	
led	to	some	emotional	responses	where	a	student	from	a	neighboring	school	took	to	
Instagram	and	said	he	was	going	to	come	to	Vantage	High	with	the	intent	of	causing	
harm.	The	youth	were	scared.	They	all	opened	up	about	how	they	had	talked	with	
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their	teachers	and	the	administrators,	but	none	of	them	were	listening.	Gabriela	
angrily	yelled,	“they	won’t	listen	to	us	or	take	us	seriously.”	For	the	rest	of	the	day	
we	just	sat	and	I	listened	to	them	as	they	talked	about	their	fears,	frustrations,	and	
uneasiness.	I	sat	there	and	pondered	how	the	day	must	have	felt.	These	students	sat	
through	eight	hours	of	classes	with	those	fears,	and	feeling	as	if	no	one	was	listening	
to	them.	How	dehumanizing	can	schooling	be	in	those	moments	where	schooling	
takes	precedence	over	mental,	emotional,	and	spiritual	well-being.		
Resistance:	Centering	Collaboration,	Youth	Experiences,	and	Learning	
	 By	embracing	YPAR	and	the	onto-epistemology	of	centering	collaboration,	
democratic	participation,	youth	experiences,	and	the	unpredictability	of	learning	
our	work	operated	as	a	force	of	resistance	to	schooling’s	hierarchical	relationships,	
adultism,	prescriptive	entanglements,	and	curriculum.	When	conducting	youth-
centered	research	Fox	(2019)	noted,	“we	found	the	process	of	conducting	research	
collaboratively	and	across	generations	was	itself	a	form	of	resistance.”	(p.	347).	In	
theorizing	around	resistance,	I	borrow	from	Tuck	and	Yang	(2011)	as	they	note	
“resistance	does	do	something,	it	does	produce,	or	prompt,	or	prevent”	(p.	526).	
Building	upon	this,	Sosa	and	Latta	(2019)	note	that	“when	we	view	resistance	as	
produced	from	racial	wisdom,	we	can	see	that	acts	of	resistance	resist	something,	
but	without	a	necessary	or	imposed	outcome”	(p.	109).	The	very	act	of	collaboration	
and	democratic	participation	was	resistance;	it	produced,	prompted,	and	prevented,	
but	did	not	necessarily	have	an	imposed	outcome.	However,	as	was	mentioned,	even	
as	we	decentered	schooling	it	shifted,	morphed,	and	re-appeared	within	the	space.	
By	creating	a	space	that	focused	on	democratic	participation	and	collaborative	
	 205	
learning	it	allowed	space	for	Mia	to	pushback	against	the	adult	created	interview	
process	and	develop	an	activity	more	youth-centered.	Our	positioning	of	youth	as	
valid	knowledge	holders	and	key	researchers	within	the	YPAR	endeavor	resisted	
schooling’s	emphasis	on	banking	education	and	adultism	that	often	positions	youth	
as	fragile	or	dangerous,	and	like	Fox	(2019)	“we	were	claiming	their	lived	
experience	as	expertise”	(p.	350).	This	re-framing	of	education	not	only	destabilizes	
schooling’s	hold,	but	ruptures	notions	of	learning	and	expertise.	
	 However,	I	do	not	subscribe	to	the	notion	that	YPAR	as	an	act	of	resistance	is	
a	linear	process	leading	one	from	oppression	to	liberation,	nor	do	I	subscribe	to	
such	binaries,	but	rather	recognize	various	lines	of	flight	emerged	in	mixed	
directions.	As	Tuck	and	Yang	(2011)	remind	us,	“change	happens	in	ways	that	make	
new,	old-but-returned,	and	previously	unseen	possibilities	available	at	each	
juncture”	(p.	522).	Sosa	and	Latta	(2019)	pull	from	Indigenous	work	and	call	for	us	
to	think	with	theory	“to	more	fully	understand	the	nebulous	and	recursive	nature	of	
resistance”	(p.	124).	Various	lines	of	flight	and	change	were	present	within	the	YPAR	
endeavor,	some	new,	others	old-but-returned,	and	some	unseen	possibilities.	The	
very	act	and	process	of	researching	was	a	form	of	resistance	(Fox,	2019).	I	also	
recognize	that	just	as	there	are	forms	of	resistance	that	are	pushing	for	more	just	
and	equitable	spaces,	there	are	those	who	resist	such	endeavors	and	seek	to	
maintain	the	status	quo	of	schooling	(Tuck	&	Yang,	2011).		
	 One	component	of	the	resistance	to	the	onto-epistemology	of	schooling	was	
the	owning	of	the	process,	learning	as	we	went.	Owning	the	process	came	in	many	
forms.	By	owning	the	process,	I	mean	students	driving	the	actions,	learning,	and	
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trajectory	of	the	endeavor.	This	was	illustrated	in	Mia’s	owning	and	restructuring	of	
the	interview	day.	The	youth	crafted	the	research	agenda	and	created	the	research	
tools	(e.g.,	interview	protocol,	student	survey,	teacher	survey).	After	creating	the	
teacher	survey,	Mia	took	it	and	spoke	to	a	teacher	about	her	views	of	the	survey	and	
tightened	the	language	to	resonate	with	the	research	population.	Mia	did	this	
without	seeking	any	adult	support,	and	notified	the	research	team	of	her	work	only	
after	she	had	spoken	with	the	teacher.	This	was	her	process;	she	did	not	need	adult	
supervision,	support,	or	guidance.	The	youth	also	created	a	90-minute	presentation	
to	teach	YPAR	to	teachers	and	graduate	students	at	a	regional	education	conference.	
However,	the	conference	was	cancelled	due	to	COVID-19.	
	 The	students	noted	that	our	research	process	provided	tools	and	
opportunities	that	traditional	schooling	did	not.	For	Lisa,	research	allowed	her	to	
conduct	inquiry	on	things	she	wanted	to	examine	and	in	ways	she	wanted	to	
explore,	“It	was	me	doing	it.	I	didn’t	have	to	be	controlled	by	an	adult.	It	was	just	my	
choices,	what	I	wanted.”	Andrea	also	appreciated	the	autonomy	as	she	stated,	
“you’re	kind	of	on	your	own	doing	your	own	thing	in	YPAR…you	get	to	control	what	
you	want	to	do.”	She	went	on	to	note	how	teachers	in	school	are	often	“nagging	and	
bothering”	her.	Mia	noted:		
So	many	facts	are	hidden	from	us	already.	So	when	we	get	the	power	to	look	
for,	when	we	have	the	power	now	to	go	and	do	things	ourselves	and	where	
the	facts	aren’t	shielded	from	us…Because	we’re	doing	it	ourselves	whereas	
in	school	there’s	a	setting	where	everything	is	picked	out	for	us.	
	
Mia	went	on	to	discuss	how	the	hierarchy	of	teacher-student	relationships	and	the	
prescriptive	entanglement	of	schooling	made	her	feel	a	lack	of	agency	and	that	
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teachers	were	not	telling	her	the	whole	story,	but	their	interpretations.	Mia	wanted	
to	have	the	agency	to	see	various	and	differing	views	of	specific	material.		
	 In	our	final	interview,	Mia	likened	schooling	to	being	provided	a	glass	shield,	
something	that	is	both	meant	to	shelter	her	and	protect	her.	On	the	other	hand,	
learning	research	methods	provided	Mia	the	opportunity	to	construct	her	own	
shield.	She	asserted:	
I	think	that	it's	so	important	because	where	it's,	it	seems	like	again	when	
we're	being	shielded	from	information,	but	it	feels	like	they're	trying	to	
shield	us	with	glass,	you	know	what	I	mean?	I	mean	that	at	any	moment	we	
could	find	out	something	and	our	glass	can	completely	shatter	and	we're	like	
we	can	hear	everything	and	we	can	see	everything,	but	no	one	wants	to	tell	it	
to	us	straight.	We	can	hear	and	we	can	see	and	we	can	feel	all	these	things	
about	it,	but	no	one's	giving	us	the	choice	to	pick	a	different	shield.	You	can't	
expect	us	to	shield	ourselves	with	something	so	fragile,	so	people	at	school	
are	just	saying,	‘Oh,	maybe	you	should	watch	the	news.	Maybe	you	should….’	
There's	no	perfect	time	for	anything	and	if	the	shield	shatters,	I	want	it	to	be	
on	my	terms	because	I	found	out	something	and	I	want	it	to	be	real	because	if	
it	turns	out	that	you're	just	shielding	me	from	something	that	I	was	supposed	
to	know	about,	that	it's	just	going	to	hurt	a	100	more,	like	a	1000	times	
worse.	
	
Mia	asserted	that	schooling	and	the	limited	tools	provided	in	school	do	not	prepare	
youth	for	the	real	world.	Mia	wants	choice,	agency,	and	autonomy	to	develop	skills	
to	interrogate	the	world.	Learning	research	skills	provided	Mia	the	opportunity	to	
develop	a	skillset,	a	shield,	to	examine	the	world	and	make	critical	interventions.	
Mia,	being	an	active	agent	in	her	research	and	further	developing	her	critical	
consciousness,	was	pushing	against	banking	education.	Groves	Price	and	Mencke	
(2013)	found	similar	results	when	engaging	in	YPAR	with	Native	American	youth	as	
they	noted,	“when	students	become	producers	of	knowledge	and	active	
transformers	of	society,	they	no	longer	become	sedentary	accepters	of	dominant	
ideologies	through	the	banking-method”	(p.	92).	Mia	saw,	felt,	and	heard	the	
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domination	of	schooling,	it	constantly	infuriated	her,	and	she	spoke	passionately	
about	wanting	change	in	Vantage.		
	 In	thinking	about	the	work	within	the	YPAR	space	and	how	the	youth	were	
continuously	pushing	back	against	the	forces	and	apparatuses	of	schooling,	I	am	
pulled	to	Sosa	and	Latta’s	(2019)	expansive	view	of	resistance	as	they	assert:	
“This	more	expansive	view	of	resistance	brings	into	focus	the	micro-
transformational	moments	in	which	students	of	color	resist	whiteness	that	
shows	up	in	the	organizational	and	procedural	aspects	of	everyday	school	life	
and	aims	to	foreclose	embodied	and	experiential	ways	of	knowing.	Students’	
counter	stories	and	stories	of	survivance	are	resistance	acts.	Students’	
resistance	insists	that	we	hear	and	attend	to	what	they	are	refusing	and	craft	
interaction	that	does	not	reproduce	similar	forms	of	oppression	and	instead	
allows	for	practices	that	are	equitable	and	socially	just.”	(p.	125)	
	
The	youth’s	words,	experiences,	racial	wisdom,	and	experiential	knowledge	are	
counternaratives	pushing	against	the	dominating	onto-epistemology	of	schooling	
which	aims	to	subvert	their	agency	and	push	them	to	question	themselves,	but	just	
as	Mia	stated	in	response	to	the	adult	structured	interview	protocol,	“Nah,	that’s	
whack,	we	are	doing	something	else.”	
	
Conclusion	
	 This	chapter	illustrates	that	(1)	schooling	is	an	agent	shifting,	morphing,	and	
appearing	in	anti-oppressive	spaces	like	that	of	YPAR,	and	(2)	that	this	particular	
YPAR	endeavor	provided	onto-epistemological	learning	opportunities	and	lines	of	
flight	via	the	entanglements	of	various	human,	nonhuman,	and	discursive	agents.	
Even	in	such	a	liberatory	space	like	our	YPAR	endeavor,	schooling	emerged.	For	
example,	during	our	YPAR	endeavor	we	relied	upon	adult-youth	hierarchies,	leaned	
into	the	YPAR	process	as	if	it	were	a	prescriptive	rather	fluid	process,	and	were	so	
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entangled	with	schooling’s	onto-epistemology	that	at	times	we	reproduced	the	very	
things	we	came	together	to	resist.	However,	during	other	lines	of	flight	our	YPAR	
endeavor	centered	collaboration,	democratic	participation,	youth	experiences,	and	
the	unpredictability	of	learning.	The	alignment	of	the	multiplicities,	forces,	and	onto-
epistemologies	offered	opportunities	to	resist	schooling’s	hierarchical	relationships,	
adultism,	prescriptive	entanglements	and	curriculum.					
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CHAPTER	8:		
TOWARDS	LINES	OF	FLIGHT:		
DREAM	KILLERS,	PLACES	OF	POSSIBILITIES,	AND	BECOMINGS…	
	 	
As	Samantha	noted,	“school	is	where	dreams	come	to	die.”		Four	years	later,	
Samantha	is	now	entering	her	senior	year	at	Vantage.	Unfortunately,	this	quote	
holds	the	same	strength	it	did	during	her	freshman	year.	This	notion	of	schools	as	
places	of	death	has	been	acting	upon	me,	agentially	pulling	on	me,	drawing	me	back	
to	that	moment,	like	an	unbearable	itch	that	cannot	find	relief	(MacLure,	2013).	It	
has	haunted	my	own	dreams	and	writing.	This	notion	of	schooling	as	a	tool	of	
domination	is	not	new.	Critical	educators	have	noted	how	schooling	has	been	used	
for	social	regulation	and	reproduction	reinforcing	problematic	racial,	gendered,	and	
classed	domination	(Anyon,	1981;	Bowles	&	Gintis,	1976;	Patel,	2016;	Vaught,	
2017).	These	modes	of	domination	are	heavily	entangled	with	larger	socio-political	
and	cultural	apparatuses	connected	to	exploitative	capitalism	and	white	supremacy.		
As	I	sit	here	just	having	read	a	piece	on	teachers	dying	due	to	COVID-19,	as	
they	were	demanded	to	teach	in	person,	I	am	reminded	of	Samantha’s	assertion.	
Schools	really	are	places	of	metaphorical	and	literal	death.	The	work	to	dismantle	
these	systems	will	not	be	easy;	it	will	be	met	with	heavy	resistance,	and	will	require	
new	ways	of	thinking	and	being.	We	will	have	to	shed	the	old	ways	of	knowing	and	
being,	the	onto-epistemic	clutches	of	schooling,	and	embrace	new	onto-
epistemologies,	one’s	steeped	in	radical	relationality.	One	step	in	this	direction	is	
engaging	in	freedom	dreaming	(Kelley,	2002)	and	abolitionist	teaching,	
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collaborating	with	our	most	oppressed	communities,	acting	against	injustice,	and	
pushing	towards	freedom	(Love,	2019).	As	Kelley	(2002)	reminds	us,	there	is	much	
to	be	learned	from	the	Black	radical	imagination,	artists,	musicians,	and	activists.	
Much	of	this	work	will	emerge	from	Sly	and	the	Family	Stone’s	“everyday	people.”		
Incrementalism	will	not	suffice.	Today,	students	face	a	multitude	of	forces	
attempting	to	strip	their	humanity.	We	have	zero-tolerance	policies,	schools	gutting	
the	arts,	neoliberal	agendas	pushing	standardization,	white-washed	curriculum,	
oppressive	teaching	practices,	underfunded	schools,	and	the	ever-rising	police-state	
in	schools.	Video	after	video	of	violent	assaults	against	Black	and	Brown	children,	
often	by	the	very	individuals	entrusted	to	guard	and	protect	them.	Institutional	
attacks	on	Ethnic	Studies	and	a	president	who	positions	anti-racist	work	as	anti-
American.	Samantha’s	assertion	that	schools	are	places	where	dreams	come	to	die	is	
a	terrifying	reminder	of	how	dehumanizing	these	spaces	can	be.		
However,	we	should	not	be	left	in	total	despair.	There	are	holes	in	these	
systems;	there	is	light	in	the	darkness.	For	example,	Mia’s	experience	below	
illustrates	the	possibilities	of	YPAR,	learning,	and	inquiry:	
There	was	this	day	last	year	when	I	was	having,	I	was	just	feeling	like	
complete	shit	and	then	I	walked	in	and	I'm	sitting	there	and	I'm	genuinely	
trying	to	hold	it.	It's	almost	like	I'm	trying	to	hold	onto	that	because	I	feel	
that's	the	only	way	to	deal	with	it.	Like,	"Oh,	it's	not	going	to	be	over	right	
now,	so	why	should	I	not	be	upset?"	I	have	the	right	to	be	upset,	but	then	I	
walked	into	the	YPAR	and	I'm	sitting	there	and	I'm	trying	to	be	upset	and	
then	we	started	talking	about	these	amazing	ideas	and	these	giant	concepts.	
We're	trying	to	change	world	and	we're	genuinely	trying	to	do	better	and	I	
feel	like	when	everyone	has	that	energy,	it	makes	me	way	less	anxious.	
	
The	entangled	multiplicities	in	the	YPAR	space	provided	Mia	the	opportunity	to	find	
refuge	from	schooling.	She	was	able	to	engage	with	issues	affecting	her	life,	freedom	
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dream,	participate	collaboratively,	and	work	towards	making	social	change.	There	is	
power	in	inquiry,	both	in	wondering	and	wandering.		
	 In	what	follows	I	provide	some	connective	remarks	on	the	onto-epistemically	
dominating	force	of	schooling,	the	possibility	of	spaces	that	are	steeped	in	learning,	
ones	like	that	of	the	afterschool	YPAR	endeavor,	and	embrace	speculative	freedom	
dreaming	on	what	a	B7	2.0	might	look	like.		
	
Dream	Killers:	Schooling,	Mastery,	and	Domination	
	 During	a	word	association	game	in	one	of	our	afterschool	YPAR	session,	
Andrea	noted	that	schooling	was	obedience	and	YPAR	was	creativity.	While	these	
are	oversimplifications,	they	do	illustrate	what	is	emphasized	in	these	two	spaces.	In	
thinking	about	schooling	as	obedience,	there	is	also	an	emphasis	on	mastery.	In	
Unthinking	Mastery,	Singh	(2018)	reminds	us	that	mastery	is	about	competition,	
dominance,	and	control.	Schooling	is	a	push	towards	mastery,	as:	
Mastery	invariably	and	relentlessly	reaches	toward	the	indiscriminate	
control	over	something	–	whether	human	or	inhuman,	animate	or	inanimate.	
It	aims	for	the	full	submission	of	an	object	–	or	something	objectified	–	
whether	it	be	external	or	internal	to	oneself.	(p.	10)	
	
As	the	findings	on	agential	schooling	illustrated,	schooling	is	onto-epistemically	
steeped	in	domination.	Figure	2	illustrates	those	apparatuses	that	buttress	the	
agency	of	schooling.	These	apparatuses	work	together	supporting	social	regulation,	
suppression	of	dissent,	and	center	Whiteness.	
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Figure	2:	Agential	Schooling	Apparatuses	
	
	
Pulling	from	the	work	of	Sharpe	(2016)	there	is	a	recognition	of	the	weather	of	
schooling	at	Vantage	being	one	that	was	steeped	in	anti-Blackness,	anti-other,	re-
enforcing	Whiteness.	The	apparatuses	–	hierarchical	relationships,	punishment,	
surveillance,	discipline,	curriculum,	policy,	adultism,	and	prescriptive	
entanglements	–	intra-act	with	the	weather,	human,	nonhuman,	and	discursive	
bodies	to	produce	schooling	assemblages.	The	adultist	policies	and	practices	of	the	
school’s	administration	re-enforced	problematic	hierarchical	relations	by	re-
entrenching	schooling	as	mastery,	“carving	boundaries”	between	the	students	and	
adults	subordinating	the	youth,	their	experiences,	and	their	epistemes	(Singh,	2018,	
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p.	12).	The	policies	had	thing-power	(Bennett,	2010)	and	impacted	student	learning	
and	opportunities	opening	some	possibilities	and	limiting	others.		
The	hierarchical	relationships	not	only	emerged	within	the	school’s	
hierarchy	(administration,	teacher,	student)	but	also	amongst	peers.	This	onto-
epistemic	aspect	of	schooling	influenced	ways	of	knowing	and	being.	In	thinking	
about	influence,	I	position	“it	is	a	capacity	to	induce	effects	quietly	and	indirectly,	
without	fanfare,	and	often	at	the	very	margins	of	cognitive	or	even	sensuous	
detection”	(Bennett,	2020,	p.	92).	These	hierarchical	relations	influenced	the	very	
ways	of	knowing	and	being	of	students	as	they	reproduced	those	relations	they	
often	detested	(e.g.,	intra-actions	like	Stacy	and	Luis	‘teaching’	class,	students	
lecturing	one	another,	and	Danielle	unintentionally	reproducing	hierarchy).	Beyond	
being	influenced	by	hierarchical	relations,	students	were	influenced	by	surveillance	
(Danielle	surveilling	them,	the	administrator	surveilling	them	in	the	halls	and	
during	the	classroom	observation,	and	the	staff	in	the	hallways),	the	nonhuman	
agents	(e.g.,	the	camera’s	in-and-outside	of	the	school),	the	panoptic	circumstances	
(e.g.,	the	new	school	entrance	reminiscent	of	a	TSA	corridor	or	jail	entrance)	and	
disciplining	conditions	which	produced	varied	lines	of	flight	with	individuals	
internally	surveilling	themselves.	
The	academic	practices	of	schooling	further	illustrate	the	push	for	mastery	as	
the	curriculum	and	prescriptive	entanglements	often	usher	individuals	to	a	
particular	understanding,	meaning,	or	‘truth,’	colonial,	western	notions	of	being	and	
knowing	(see	Krueger-Henney,	2019;	Rose,	2019).	These	taken	for	granted	best	
practices,	and	onto-epistemic	components	of	schooling	re-enforce	the	problematics	
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of	mastery.		As	Singh	(2018)	asserts,	“there	is	an	intimate	link	between	the	mastery	
enacted	through	colonization	and	other	forms	of	mastery	that	we	often	believe	
today	to	be	harmless”	(p.	9).	These	intra-actions	often	emphasize	physical	and	
epistemic	control/domination	(e.g.,	teaching	and	studenting,	policies	limiting	
opportunity,	etc.).	Schooling,	as	an	agent,	asserts	a	dominating	force	over	
individuals.	There	is	a	centering	of	Whiteness,	use	of	prescriptive	curriculum,	a	
mobilization	of	discipline	and	punishment	to	both	demand	and	produce	a	docile	
passive	student.		As	Andrea	noted,	“schooling	is	about	control.”	
	
Places	of	Possibility:	Learning,	YPAR,	and	Unpredictability	
	 Just	as	Andrea	asserted	that	“schooling	is	about	control,”	she	also	indicated	
that	YPAR	is	about	creativity.	YPAR,	as	an	onto-epistemology,	pushes	towards	
radically	different	experiences	in	relation	to	education.	Rather	than	emphasizing	
social	regulation	and	rote	memorization	via	prescriptive	endeavors,	YPAR	stresses	
learning.	Learning	is	about	the	unpredictable	(Patel,	2016).	Within	learning	
endeavors	there	must	be	a	refusal	of	traditional	practices	that	replicate	rote	
memorization	and	regurgitation.	As	San	Pedro,	Murray,	Gonzales-Miller,	Reed,	Bah,	
Gerrard,	and	Whalen	(2020)	acknowledged,	learning	endeavors	need	to	“embrace	
pedagogical	practices	that	engage	in	the	messiness	and	unpredictability	of	dialogic	
learning	in	order	to	co-discover	and	co-generate	knowledge	that	connects	our	lives,	
families,	and	communities”	(p.	2).		
	 In	our	YPAR	endeavor,	we	created	community	by	holding	and	making	space	
for	one	another.	We	embraced	the	unpredictability	of	learning	and	leaned	into	the	
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unknown,	knowing	there	would	be	moments	of	non-closure.	By	centering	
democratic	collaboration,	youth	experiences,	and	learning,	we	emphasized	how	
YPAR	can	be	a	tool	of	resistance	pushing	against	the	dominating	force	of	agential	
schooling.	YPAR	is	not	the	solution,	but	a	line	flight	where	certain	onto-
epistemological	opportunities	emerged	from	the	assemblage	of	a	multiplicity	of	
forces.	One	avenue	for	opening	up	possibility	was	the	engagement	with	play.	For	
example,	when	we	used	the	task	box	and	allowed	for	play	to	emerge	(e.g.,	dancing,	
making	up	secret	handshakes,	etc.)	we	stepped	away	from	prescriptive	and	fully	
scripted	ways	of	being.	Play	also	allowed	for	us	to	bring	joy	into	the	learning.	
Beyond	Joy,	we	were	attentive	to	our	emotions,	feelings,	and	bodies,	the	theory	of	
the	flesh	(Fernández,	2018).	
	 Within	YPAR	there	is	an	emphasis	on	social	justice	and	social	transformation	
(Caraballo,	Lozenski,	Lyiscott,	&	Morrell,	2017).	As	Cammarota	and	colleagues	
(2018)	acknowledged,	it	is	not	just	the	outcomes	but	the	processes	in	PAR	that	can	
lead	to	“mutual	transformation	and	liberatory	change”	(p.	21).	Within	such	
endeavors,	youth	are	positioned	as	“knowers,	researchers,	and	agents	of	change”	
(Caraballo	&	Lyiscott,	2018,	p.	3).	This	way	of	knowing	and	being	calls	for	a	radical	
re-positioning	of	relationality	in	research	as	there	is	a	reevaluating	of	how,	why,	and	
who	is	involved	(Mirra,	Garcia,	&	Morrell,	2016).	In	our	challenging	of	traditional	
research	processes	and	adultism	“the	research	itself	is	an	act	of	resistance”	(Fox,	
2019,	p.	358).	A	major	component	of	this	resistance,	our	resistance,	is	that	we	
encountered	one	another	as	equal	partners	(Jordan	&	Kapoor,	2016).		
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	 Schooling	centers	adultism,	hierarchical	relations,	and	prescriptive	
entanglements.	These	are	buttressed	by	policies,	curriculum,	surveillance,	discipline	
(internal	and	external),	and	punitive	measures.	Together,	these	agents	work	in	
service	of	schooling	emphasizing	control	and	regulation.	YPAR,	as	an	onto-
epistemology,	offers	ways	of	intervening	in	the	coerciveness	of	schooling	by	opening	
space	and	embracing	unpredictability	without	the	rigid	structure	and	need	for	
prescriptive	schooling	outcomes.		
While	I	am	still	struck	by	Samantha’s	assertion	that	schools	are	places	where	
dreams	go	to	die,	I	am	also	continuously	pulled	back	to	and	ruminate	on	what	might	
it	mean	for	schools	if	we	infused	the	onto-epistemology	of	YPAR	in	such	spaces?	
Figure	3	demonstrates	key	components	for	disrupting	schooling,	components	that	
were	present	in	the	YPAR	space.	The	weather	of	YPAR	is	saturated	in	anti-racism	
and	social	justice,	and	stresses	relationality.	The	work	is	democratic,	community-
centered,	and	has	a	critical	orientation	(e.g.,	being	attentive	to	issues	of	power	and	
domination).	There	is	recognition	that	learning	is	non-linear	and	unpredictable,	
often	emerging	through	the	process	of	inquiry.	Within	inquiry,	there	needs	to	be	a	
widening	of	our	analytical	lenses	by	pushing	against	humanism’s	centering	of	the	
Western	‘Man’	(Wytner,	2003)	and	an	embracing	of	posthumanism	(Barad,	2007).	
At	the	heart	of	such	work	is	freedom	dreaming.		
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Figure	3:	Learning	
	
	
	 Putting	the	various	lines	of	flight	of	schooling	and	learning	into	conversation	
provides	implications	for	practice,	policy,	and	research.	This	project	illustrates	how	
we	as	educators	and	teacher	educators	need	to	take	seriously	the	entanglement	of	
human,	nonhuman,	and	discursive	agents.	We	must	acknowledge	and	take	account	
of	the	intra-acting	agents	and	thing-power	(Bennett,	2010)	operating	in	our	
educational	spaces.	For	instance,	I	am	making	an	agential	cut	and	returning	to	the	
example	of	one	of	the	teachers	bringing	in	a	handout	to	support	the	students’	in-
school	YPAR	projects	to	illustrate	what	this	shift	does	for	the	field	by	widening	our	
analysis.	The	teacher	included	various	graphic	organizers,	Venn	diagrams,	and	other	
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tools	within	the	document	to	help	provide	the	students	a	platform	to	express	their	
ideas.	However,	rather	than	supporting	the	students	in	expressing	themselves,	the	
document,	operating	as	an	agent	entangled	with	curriculum,	discourses	of	schooling,	
and	the	students,	further	buttressed	agential	schooling’s	dominating	force.	If	I	
looked	at	this	from	a	humanist	framing	I	might	have	missed	the	entanglement,	intra-
actions,	and	thing-power	(Bennet,	2010)	by	solely	focusing	on	the	students	and	or	
teacher.	Focusing	on	the	students	or	teacher	I	might	have	pondered	questions	like:	
did	the	teacher	not	clearly	explain	the	tool?	Were	the	students	not	listening,	did	they	
not	understand	what	YPAR	was?	What	was	the	impediment	to	this	learning	
interaction?	However,	these	questions	would	center	the	human,	position	learning	as	
an	interaction	between	self-contained	agents,	and	disregard	nonhuman	
agents/agency.	By	accounting	for	the	intra-action	between	the	handout/curriculum,	
students,	discourse	of	schooling,	the	onto-epistemology	of	schooling,	and	the	
teacher,	there	is	an	accounting	for	the	co-constituting	entanglement.		When	it	comes	
to	teaching,	classrooms,	teacher	training,	methods	courses,	and	other	classes	we	
need	to	not	just	think	about	individuals	and	their	dispositions,	but	also	how	those	
individuals	are	entangled	with	human,	nonhuman,	and	discursive	agents,	all	of	
which	being	co-constitutive.		
We	need	to	take	seriously	the	role	of	the	nonhuman	agents	in	the	space.	How	
are	desks	constructed?	How	are	desks	effecting/affecting	students?	What	is	the	
layout/construction	of	the	classroom	environment?	How	are	classrooms	physically	
constructed	(e.g.,	what	lighting,	material	–	brick,	cement,	etc.,	and	matter	comprise	
the	space)?	We	need	to	account	for	the	role	of	the	various	agents	in	the	space.	How	
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are	handouts,	clipboards,	and	other	material	playing	a	role	in	the	materiality	of	the	
learning	environment?	How	is	hierarchy	challenged	or	destabilized	via	these	
entanglements?	Beyond	taking	serious	the	role	of	nonhuman	agents,	we	must	also	
find	ways	to	create	educational	spaces	that	move	away	from	prescriptive	
entanglements	and	emphasize	inquiry	along	with	the	non-linear	nature	and	
unpredictability	of	learning.	This	demands	a	radical	shift	for	many	educators	along	
with	teacher	education	programs.	We	must	move	away	from	a	traditional	solely	
human-centered	teaching/teacher	training	model.	This	shift	requires	we	recognize	
that	matter	is	mattering	in	the	materiality	of	classrooms,	schools,	and	learning	
communities.		
Like	curriculum,	we	must	also	re-imagine	policy	as	having	agency	and	acting	
in	ways	unforeseen.	For	example,	in	Vantage	the	policy	the	administrator	created	
acted	in	opposition	of	his	hope	of	creating	a	safer	school	for	the	students.	The	policy,	
entangled	with	the	students,	racial	domination,	and	Wynter’s	(2003)	discussion	of	
‘Man’	indicates	how	schooling	is	saturated	with	Whiteness	and	anti-Blackness.	
When	constructing	policies,	we	must	take	account	of	the	various	entanglements	
with	other	nonhuman	and	discursive	agents	along	with	the	various	histories	and	
forms	of	anti-Blackness	that	permeate	those	contexts.	This	draws	attention	to	the	
complexities	and	contradictions	of	creating	policies	that	do	not	take	into	account	the	
local	context.		
As	researchers,	we	must	acknowledge	that	we	are	a	part	of	the	phenomenon	
we	are	attempting	study,	and	that	the	‘things’	we	are	examining	have	agency	and	act	
upon	us.	Taking	agential	realism	and	diffraction	seriously,	we	must	account	for	our	
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agential	cuts	recognizing	those	things	we	explore	and	those	things	we	do	not.	Our	
agential	cuts	could	be	made	and	unmade	differently.	The	work	is	always	becoming...	
Here	there	is	recognition	of	the	co-constituting	relationship	amongst	inquiry,	
measurement,	possibility,	and	materiality.		Those	cuts	we	choose	to	make	play	a	role	
in	the	materiality	of	the	phenomenon	we	are	attempting	to	study.	Similarly,	those	
agents	are	operating	on	us,	in	us,	and	at	times	emanating	from	us.	It	was	not	just	
that	I	was	studying	agential	schooling,	but	also	that	schooling	was	already	operating	
on	me.				
What	follows	is	a	becoming	freedom	dream,	a	re-imagining	of	possibility	
within	Vantage	and	B7.	These	freedom	dreams	are	speculative	and	emanate	from	
my	work	in	Vantage,	the	afterschool	YPAR	space,	and	the	dialogues	within	the	
research	project.	
	
A	Becoming	Freedom	Dream	Wondering	and	Wandering:	Vantage	and	B7	2.0	
	 As	noted,	incrementalism	will	not	suffice,	but	those	individual	classrooms	
and	afterschool	spaces	matter.	The	work	done	in	B7	mattered,	and	for	students	like	
Samantha,	these	spaces	may	be	the	only	refuge	within	oppressive	educational	
settings.	So	on	the	one	hand,	I	urge	teachers	to	continue	to	do	the	critical	work	in	
their	classrooms;	on	the	other	hand,	I	recognize	that	cannot	be	all.	Change	demands	
more.	We	need	to	expand	the	reach	of	Ethnic	Studies	(e.g.,	De	los	Ríos,	2017;	
Sacramento,	2019;	Tintiangco-Cubales	et	al.,	2015)	and	abolitionist	teaching	(Love,	
2019),	while	at	the	same	time	reconstituting	schools	and	schooling.	
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There	must	be	a	larger	shift	in	regards	to	our	understandings	and	purposes	
of	schools	and	schooling.	We	must	imagine	and	create	a	new	genre	of	education.	
Much	is	to	be	learned	from	the	Black	radical	imagination.	We	must	look	to	scholars	
like	Wynter,	Hartman,	de	Silva,	and	Weheliye,	as	their	work	speaks	to	challenging	
the	current	construction	of	‘Man’	pushing	for	new	genres	of	the	human.	Just	as	these	
Black	Studies	scholars	have/are	destabilizing	the	Western	onto-episteme	of	‘Man,’	
we	must	destabilize	the	current	onto-episteme	of	schooling.	We	need	to	interrogate	
the	entanglements	of	racial	discourses,	capitalist	exploitation,	heteronormativity,	
patriarchy,	Whiteness,	and	the	various	modes	of	domination	that	have	become	
normalized	in	schools.	What	new	lines	of	flight	will	emerge	when	we	decenter	
mastery	and	domination	emphasizing	collaboration,	the	more-than-human	world,	
and	learning?	These	shifts	expand	notions	of	intra-connectivity	and	relationality.		
Similarly,	we	must	look	to	the	work	of	those	involved	in	the	Long	Civil	Rights	
Movement,	like	Fannie	Lou	Hamer,	Charles	McLaurin,	Ella	Baker,	Bob	Moses,	and	the	
many	foot	soldiers	who	lived	and	worked	in	the	Black	Belt	of	Alabama,	the	
Mississippi	Delta,	and	all	of	the	small	and	large	towns	across	the	country	as	they	
pushed	for	a	new,	more	democratic	nation.	Their	work	speaks	to	the	vision	and	
collaboration	it	will	take	to	challenge	such	deeply	entrenched	modes	of	domination.	
We	must	also	decenter	the	human,	and	recognize	the	complicated	co-constitutive	
entanglements	that	emerge	within	educational	spaces.	Beyond	posthumanism,	we	
need	to	look	to	indigenous	ways	of	knowing	and	being	that	speak	to	socioecological	
sustainability	and	justice.	A	move	away	from	extraction	and	exploitation	to	a	
recognition	of	intra-connectivity	with	the	more-than-human	world.	For	example,	
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critical	place	inquiry	recognizes	“the	embeddedness	of	social	life	in	and	with	places”	
(Tuck	&	McKenzie,	2015,	p.	2).	We	must	move	from	the	Western	focus	on	safety	as	
domination	and	look	to	ways	of	knowing	and	being	that	focus	on	safety	as	harmony	
and	sustainability,	both	in	relation	to	the	human	and	the	more-than-human	world.		
The	shifting	of	how	we	understand	the	work	will	reverberate	throughout	all	
sectors	of	education.	We	will	need	to	see	shifts	within	individual	classrooms	to	
districts	to	unions	to	policy	to	how	we	think	about	schools	in	our	teacher	education	
programs.	There	is	much	promise	in	what	Strom	and	Viesca	(2020)	call	the	complex	
turn	in	education.	This	complex	turn	shifts	away	from	dualism	and	linearity	
recognizing	entanglements	of	muliticplicities,	situatedness	(e.g.,	politics,	power,	
material	flows,	etc.),	becomings,	intra-actions,	and	the	agency	of	nonhuman	actors.	
For	example,	the	complex	turn	calls	into	question	our	current	mostly	“process-
product	driven”	teacher	education	models	shifting	from	linearity	to	hybridity,	from	
individuals	to	entangled	multiplicities,	and	a	focus	on	potential	relational	lines	of	
flight	in	learning-practice	becomings	(Strom	&	Viesca,	2020,	p.	1).	Thus,	teacher	
development	and	training	are	not	linear	activities	but	situated	and	temporal	
becomings	that	recognize	teachers	are	not	self-contained	entities,	but	are	entangled	
with	other	human,	nonhuman,	and	discursive	actors.	
Much	of	this	work	will	draw	upon	freedom	dreaming,	“an	unleashing	of	the	
mind’s	most	creative	capacities,	catalyzed	by	participation	in	struggles	for	change”	
(Kelley,	2002,	p.	191).	As	Love	(2019)	indicates,	“Freedom	to	create	your	reality,	
where	uplifting	humanity	is	at	the	center	of	all	decision”	(p.	89),	but	I	would	also	
push	this	freedom	dreaming	to	dream	up	those	critical	possibilities	of	change	that	
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center	socioecological	justice	emphasizing	the	more-than-human	world.	What	
follows	is	a	speculative	freedom	dream,	an	entanglement	of	the	various	freedom	
dreams	put	forward	in	B7,	a	becoming	B7	2.0.	This	speculative	work	presents	other	
possibilities	that	may	or	may	not	be	seen,	but	they	allow	us	to	move	beyond	the	
limitations	of	our	current	moment.		
Pushing	against	the	rigidity	of	schooling	and	mastery,	this	freedom	dreaming	
is	both	a	wondering	and	wandering.	As	noted,	the	weather	at	Vantage	was	one	that	
centered	Whiteness	while	emphasizing	anti-Blackness	and	anti-other.	Adultism,	
policies,	hierarchical	relationships,	surveillance,	discipline,	punishment,	curriculum,	
and	prescriptive	entanglements	all	operated	as	buttresses	supporting	the	agency	of	
schooling.	This	onto-episteme	emphasizes	linearity,	hierarchy,	control,	and	
domination.	Yet,	learning	and	becoming	spaces	can	have	a	weather	that	is	relational	
stressing	social	justice	and	anti-racism.	Such	endeavors	are	buttressed	by	centering	
a	critical	orientation,	an	inquiry	focus,	unpredictability	and	non-linearity,	
community-centered	democratic	participation,	and	freedom	dreaming.	These	spaces	
also	recognize	the	more-than-human	world.		
Walking	into	B7	2.0	one	can	feel	the	community,	the	caring	relations	that	are	
present.	There	is	genuine	joy	as	individuals	are	smiling,	laughing,	hugging,	and	
engaging	in	play.	This	community	trusts,	acknowledges,	and	supports	one	another.	
Individuals	are	vulnerable	and	lean	into	the	community	seeking	support	and	help	
when	needed	rather	than	shying	away	from	fears	of	being	ridiculed	or	laughed	at.	
The	reason	folks	lean	into	each	other	is	that	they	have	a	deep	sense	of	
connectedness;	they	have	lifted	each	other	up.	These	relationships	allow	for	
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individuals	to	embrace	their	identities,	recognizing	that	they	are	always	becoming,	
and	feel	they	can	freely	express	who	they	feel	they	are	rather	than	hiding	it.	Beyond	
the	community	in	the	class,	the	material	they	discuss	speaks	to	their	lived	
experience	and	draws	upon	the	brilliance	of	communities	of	color.	The	learning	
occurring	in	this	space	balances	the	socio-emotional	with	the	academic.	However,	
when	thinking	about	the	academic	content	there	is	a	de-emphasis	on	mastery	and	a	
focus	on	wandering	and	wondering,	which	emerges	through	critical	inquiry.	Youth	
develop	skillsets	to	ask	questions	rather	than	only	master	content.	Emphasis	is	put	
on	processes,	not	outcomes.	As	Danielle	noted,	students	are	intrigued,	constantly	
questioning,	pushing	themselves	to	new	boundaries	and	wanting	to	push	
themselves	and	their	community.	The	students	are	appreciating	and	affirming	one	
another.		
	 Collaboration	is	built	upon	the	individual	and	communal	talents.	Rather	than	
hierarchy,	there	is	an	acknowledgement	that	each	and	every	individual	in	the	said	
entanglement	holds	a	vital	key	to	each	process	being	undertaken.	Because	of	this	
network	of	support,	the	students	feel	valued,	heard,	and	seen	and	have	a	sense	of	
self-confidence	to	bring	their	skills	to	the	work.	However,	these	students	also	know	
they	are	in	process	and	becoming,	they	are	not	static,	but	dynamic	entangled	
multiplicities.	Within	the	collaborations,	the	teacher-scholar-facilitator-
logisticscoordinator-learner-student	replaces	the	notion	of	a	teacher	or	student,	but	
rather	recognizes	that	all	are	becoming	and	constantly	shifting	and	changing.	Those	
who	are	socially	privileged	as	being	labeled	adult	utilize	their	privilege	and	
resources	to	further	the	aims	of	the	community	in	B7.		
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	 The	collaborative	processes	emphasize	creating	new	knowledge	and	
possibilities.	By	learning	through	inquiry,	individuals	are	able	to	conduct	research,	
make	claims,	and	support	their	ideas	recognizing	that	there	are	constant	lines	of	
flight	and	non-linear	paths.	Research	is	a	capacity	to	aspire,	“to	systematically	
increase	the	horizon	of	one’s	current	knowledge,	in	relation	to	some	task,	goal,	or	
aspiration”	(Appadurai,	2006,	p.	176).	Furthermore,	research	is	the	“the	capacity	to	
make	disciplined	inquiries	into	those	things	we	need	to	know,	but	do	not	yet	know”	
(p.	167).	Research	is	both	a	wandering	and	wondering.	These	tools	are	not	for	
mastering	schooling,	but	rather	to	help	build	the	world	that	one	dreams.	For	
example,	one	day	a	student	in	B7	2.0	asks,	“what	are	we	going	to	do	in	this	class?”	
Danielle	responds,	“What	are	your	dreams?”		
On	a	cold,	dark,	New	England	winter	day	I	visit	B7	2.0	sitting	with	students	as	
they	are	waiting	for	class	to	start.	I	overhear	a	conversation	where	a	group	of	young	
brilliant	folks	are	cracking	jokes	about	the	day	before	and	the	larger	struggles	in	the	
world.	This	group	is	talking	about	music,	politics,	and	their	hopes	and	aspirations.	
Samantha	takes	a	pause,	then	utters,	“Shit,	school	is	where	I	come	dream.”	
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